self within the prison walls.
On one of the final outdoor days during the course, as we were being escorted back to the school building, a CO glibly asked a few of my students, "So what are you guys now? Farmers, weed growers?" One of them turned to face the CO, and replied, sincerely and brimming with pride, "No. We are ecologists." This moment underscored so succinctly to me that this approach to teaching ecology was radical not only in the way it transformed the capacity for generating scientific knowledge, but for prisoners in how it transformed their conception of themselves as valuable citizens and as scientists. Here, scholarship represented a very different sense of accomplishment compared to what is typically offered from a classroom because my students worked to create their own knowledge.
The prevailing view of science (and education) in the prison system is negative, mostly as a product of its negative associations in the underprivileged communities that comprise the majority of prison populations in the United States. My development of the Ecology course and teaching garden represented an extremely important transition from an implicitly criticized view of academic excellence in this setting, to a view of individual and collective student academic pride that became contagious within the prison walls. This transition in particular exemplifies how radical teaching methodologies, particularly outdoor learning opportunities in the sciences, can be immensely powerful as a force of change in the carceral system. I n the fall of 2010, guided by the value of accessible higher education, I taught a course on the Holocaust through the Education Justice Project (EJP), a program at the University of Illinois that provides upper-level college courses and educational programming to incarcerated men at Danville Correctional Center. My chief concern for the class was how to navigate modes of inquiry at the intersection of two carceral contexts: the Nazi camps and the U.S. penal system. While there are clear dissimilarities between the two contexts, I anticipated that a study of the Holocaust through the discourses of public prejudice and statesanctioned mass-incarceration would lead the students to a critical engagement with U.S. prisons, as well as a more personal identification with the Holocaust victims. Many students in the class-among them, co-authors Michael Brawn, Jose Cabrales, and Gregory Donatelli-shared my expectation that the Holocaust would hit close to home and that class discussion would turn to a more personal(ized) examination of the carceral context in which they live. In some ways, our shared expectations were born out very well. But we also discovered that the instructor's assumption about what would be the focus of criticism turned out to be different than the direction in which students took our discussion.
In this essay, we describe class conversations and our views at the intersection of the Holocaust and U.S. prisons, especially as they concern (1) modes of exclusion, labeling, and stereotyping in relation to crime and punishment in contemporary society, and (2) resistance to and transformation of those very discourses of incarceration. Accordingly, Holocaust education becomes a critical engagement with the present as well as the past. And Holocaust education in prison becomes radical education as a socially transformative practice that starts with the transformation of individuals inside the prison system itself. In this respect, we seek to challenge or at least qualify the abolitionist critique of the Prison Industrial Complex, 1 the presumed victimhood of the incarcerated, and the skepticism toward teaching on the inside by offering Holocaust education in prison as a particularly viable model for progressive pedagogy based on critical dialogue and self-reflection, and transformation from within. We begin with a brief description of the course and then focus on a particular class session to illustrate how we engaged the issues of labels and stereotypes at the intersection of the two carceral contexts.
Danville Correctional Center is a highmedium security men's prison in southcentral Illinois, forty-five minutes east of the University of Illinois at UrbanaChampaign. Most men are incarcerated for violent crimes and many are serving sentences of ten years or more. In order to enroll in EJP classes and programs, the students need to have earned at least sixty college credits. The one-semester-long courses meet once a week for three hours and take place in classrooms in Danville's education building, where, on different days, students also have access to tutors, course reserves, and a library, all offered through EJP.
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In total, fourteen men of diverse racial and ethnic backgrounds, with ages ranging from twenty to fifty-five years old, registered for the Holocaust course. Focusing on German propaganda film, historiographies, survivor memoirs, and postwar essays and documentaries, the course explored the profound break in civilization that the mass genocide of the Jews and other victims represents. Many of our classes revolved around the following questions: What made it possible for people to disregard their own humanity and marginalize, exclude, and finally annihilate their fellow citizens? And are the same underlying mechanisms of exclusion present and even pervasive in society today, in a post-Holocaust era?
In a class midway through the semester, we turned to the power of ideology, especially fueled by propaganda, as it shapes people's perceptions of themselves and others. Considered from the other direction, Paulo Freire reminds us how ready we are to accept what we are told to believe no matter how distorted it might be (2001, 113) . Perhaps the more obvious manifestation of ideology and receptivity is the way non-Jewish Germans labeled Jews in Germany, Poland, and neighboring countries-discourse crucial to the justification and enactment of the Holocaust. Less obvious, however, is the way Jews came to perceive themselves according to stereotypes and labels during and, importantly, after the Holocaust. For example, the category Holocaust "survivor" is often accepted by those Jews who did in fact survive the Holocaust.
To examine further the question of labeling we turned to the GermanJewish writer Ruth Klüger, who objects strongly to the notion "survivor." In her memoir Still Alive: A Holocaust Girlhood Remembered (2001), Klüger describes how the Holocaust archives collects information about those who have outlived the Nazi camps.
3 Although Klüger was a prisoner at Auschwitz, she refuses to participate. Klüger explains, "The form lies where my son has put it for me, gathering dust in a corner of my desk. I can't overcome my resentful reluctance to fill it out, as if it were one more roll call in the shivering hours of the morning, or the merciless heat of noon, on the Appellplatz of some last concentration camp" (2001, 19) . For Klüger, the label survivor becomes deeply personal and intrusive, as it forces her to remember what it is that she experienced under the Nazi regime. Moreover, Klüger's refusal serves as a challenge to a discourse that seeks to enshrine the victims of the Holocaust. Here she criticizes those Germans who "feel obligated to trudge up the steep hill of nearby [camp] Buchenwald in a show of awe and consternation," when in fact they use the victim-sites in order to display their ethical credentials (2001, 63) . From this perspective, the labels "survivor" or "victim" help to relegate prejudice, policy, and inhumanity to the past, suggesting that the present (and those in it) are different-that they have moved beyond the evils and injustices of the Holocaust. Klüger rejects these notions, and instead describes the persistence of stereotypes and labels of Jews in postwar culture in order to expose the continuity of such discourse despite the Holocaust.
Klüger's memoir and her problematization of labels-even the seemingly benign-served as the starting point for critical dialogue and self-analysis in our class discussion. The particular turn, however, was surprising, at least to the instructor. We, the students, did not call attention to labels such as "prisoner" or "convict" or "ex-con," used in the public discourse. Instead, we took issue first and foremost with the label and characterization of ourselves as "victims." We agree that structural (racial and class-based) forms of exclusion contribute to mass incarceration and to our present circumstances. But we do not wish to be seen by others-particularly liberal educators or radical critics of the Prison Industrial Complex-or to see ourselves as victims of the system, without agency or the power to change it.
As a society and as individuals we are often quick to label or stereotype. In doing so we simplify and reduce, overlooking the fullness of those standing before us as well as ourselves. Klüger does not want to be seen, or to see herself, solely for what she has survived, nor does she wish to carry the label that diminishes the complexity of her experience. Instead, while Klüger is deeply aware of the enormous losses she endured and the "ghosts" that haunt her (2001, 81) , she also wishes to fully embrace the present. Though we avoided direct comparisons with Klüger, given the particular magnitude of the Holocaust, we related to her emphasis on the power and possibility that comes with agency rather than the helplessness often associated with victimhood. Accordingly, we displaced the label of "victim" by reaffirming a discourse already in use in the EJP classroom and in this paper-namely, that of students and educated men.
While recognizing our past, we look to today and the possibility of tomorrow as students and human beings who have the power to defy structures and the labels that go with them. At the same time as we reject the label of "victim," we also resist the stereotypes of "prisoner" and "criminal" and "convict," discourses that allow politicians and the public to sanction prisons as nothing but human warehouses in which "prisoners" are mere inventory, devoid of humanity. In Pedagogy of Freedom Freire states, "I like being human because I know that . . . my destiny is not given but something that needs to be constructed and for which I must assume responsibility" (2001, 54) . We assume responsibility for our crimes. We believe that we are the products of our decisions and actions, and we recognize ourselves as such. This represents the transformation of the prison system from within. Our discourse, our work, and our feelings as students point to our humanity, where education in prison is the vehicle through which we meditate, analyze, and transform ourselves and, ultimately, society from the inside-out. As incarcerated men and women gain dignity and a greater sense of responsibility with regard to their own crimes, they become more comfortable developing a critical and thoughtful perspective on the world and their places within it. In turn, acquiring the ability to question received wisdoms and to challenge social and racial hierarchies, incarcerated college students obtain a renewed sense of hope for their lives. In our experience, this increased confidence in one's own academic capacities positively impacts the welfare of families who have relatives in prison, challenging the intergenerational cycle of low educational attainment. Although the actual data varies, post-secondary education behind bars most effectively decreases the chances of re-offense, re-arrest, and reincarceration (Erisman and Contardo, 2005) , which improves not only the quality of life for the formerly imprisoned person and his or her ability to successfully rejoin mainstream society but also the public safety in the communities from which they come.
This important movement of societal change that moves from the inside-out needs to connect with transformations from the outside-in. Through critical dialogue with post-Holocaust thinkers, the students in this class articulated their views on individual agency as a measure of critique (see also Larson 2011), but they also began to critically examine the impact of collective responsibility on the process of social change. Despite the fact that Klüger herself rejected the label of survivor or even victim, she also adamantly criticizes those Germans who, in contrast to those who now "glorify the victims," were determined to reduce the Nazi past "until it fit into the box of a clean German conscience that [wouldn't] cause their countrymen to lose any sleep" (2001, 73) . Here, she takes issue with an all-pervasive, collective attitude in Germany in the decades after the war to whitewash history and to ignore the suffering of the Jews who died in the Holocaust. According to Adorno, who wrote about this in the 1950s, Germans' collective reluctance to critically address the past pointed to a continuity of structures and behaviors in society (1998) . He explains that this kind of indifference toward those outside one's group, race, class, or nation is what lies at the root of people's disposition to exclude others or to blindly adopt labels and stereotypes (2001, 201) . Recently, Michelle Alexander has echoed this point in her discussion of mass incarceration. Arguing that racial (and, we would add, class-based) blindness and indifference is actually more important than hostility to the creation and maintenance of carceral systems of control (2010, 228) , she reminds us of the need to raise public awareness and to question why prisoners in the United States are collectively excluded, shunned, or ignored.
Adorno's answer to this problem in postwar Germany was the collective effort to emphasize education-and crucially what he had in mind was not an education that imposes ideologies and dogma (of whatever kind) but that instead cultivates the transformative power of critical selfanalysis. With larger structural changes in mind, he suggests, one must dissuade people from striking outward or being cold and indifferent toward marginalized others without reflecting upon themselves: "the only education that has any sense at all is an education toward critical self-reflection" (1998, 193) .
Drawing on Adorno's insight, we propose in conclusion that teaching and studying the Holocaust in prisons can illuminate the possibilities of radical higher education in the context of mass incarceration. Rather than accepting practices of labeling and stereotyping, which can also find their way into critical prison discourse and prison education, the critical pedagogy of the Holocaust demands a radical orientation toward micro-shifts in perception and habits. Through the transformative practice of critical dialogue and self-reflection, promoted by progressive educators (Adorno 1998 , Freire 2001 , hooks 2003 , students and teachers of the Holocaust can gain greater awareness of the ways in which social and psychological forms of labeling and exclusion affect their own positioning. Emerging at the intersection of higher education and U.S. prisons, these reflections may include the students' individual responsibilities for their crimes or the self-managed hierarchies among the incarcerated as well as the social conditions of class-and racebased mass incarceration, mass media perception of prisoners as violent convicts, or preconceived notions of prisoners as victims in abolitionist or liberal discourse. Perhaps this group of authors is less directly invested in "interrupting the terms of the debate" about prisons (Wacquant 2002, 374) , i.e. in teaching/ studying against the Prison Industrial Complex or in abolitionist struggles against the carceral state. But our relational practice of Holocaust education underscored the need for critical dialogue and self-analysis as a pathway toward new and carefully reexamined bonds across the prison walls. In addition, our extensive follow-up meetings in response to the call for papers in this special issue of Radical Teacher became rich examples of the kind of progressive education where teacher and student examine their own positioning and work together in partnership (hooks 2003, xv) . Through a consistently reciprocal and interactive engagement about the role of Holocaust education and potentially radical teaching/learning in prison, we developed a participatory practice of intellectual co-creation. This collaborative research model allowed us not only to expand on the role of the students' autonomy in the learning process crucial to the vision of critical educative practice (Freire 2001, 21, 90f) but, more specifically, it empowered the incarcerated students to develop their own voice and perspective regarding the strengths and limits of higher education in prison. In our experience, through cultivating this type of socially and ethically oriented pedagogy (Freire 2001, 117) , a pedagogy that nurtures a reciprocal, self-reflective agency as a new, open and thus radical way of critical thinking, sustainable changes can occur that ultimately effect the individual, the prison, and society as a whole.
